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There is currently a gap in research related to the potential effects of student race on
school consultation and teacher help seeking behavior. It is well documented in the existing
research that racial/ethnic bias exists in education at many levels. These biases lead to negative
systemic effects such as achievement gaps, disproportionality in discipline, and
disproportionality in special education referrals. Biases can also have negative effects on
classroom interactions between teachers and students. It seems plausible that if biases exist in
other domains of education, that they may also exist in the school consultation process. The
purpose of the current study is to fill the gap in the school consultation literature by evaluating
pre-service teacher’s ratings of situation severity and their likelihood to seek assistance.
Participants (n= 179) were shown 4 vignettes depicting various classroom scenarios and asked to
rate both situation severity and their likelihood to seek assistance. Participants were randomized
to consider either white sounding names or black sounding names within the vignettes. Findings
from this study indicate that perceived student race did not have a significant effect on preservice teachers’ ratings of situation severity and ratings of situation severity. These findings
provide insight into the help seeking behaviors of pre-service teachers. Additionally, results

have implications for graduate training in consultation. Limitations to this study as well as
recommendations for future research in this area are discussed.
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CHAPTER I
INTRODUCTION
Consultation and collaboration is one of the 10 practice model domains of the National
Association of School Psychologists (NASP). NASP recommends that school psychologists
have knowledge of varied models and strategies of consultation, collaboration, and
communication (NASP, 2010). This makes extensive study of the topic extremely valuable.
One particularly understudied domain of consultation is multicultural consultation. While
researchers have noted that attention to cultural issues within the context of a consultation
relationship is critical, it continues to be an under researched topic (Sheridan, 2000; Meyers &
Varjas, 2016). This is a critical concern for the field of school psychology as inherent biases of
teachers and other school officials can seep into the classroom (Dee, 2005; Raina, 2012;
Warikoo, Sinclair, Fei, & Jacoby-Senghor, 2016). These biases lead to negative systemic effects
such as achievement gaps, disproportionality in discipline, and disproportionality in special
education referrals (Anderson, 1997; Artiles, Harry, Reschly, & Chinn, 2002).
Consultation is an indirect model of delivering educational and/or mental health services
by which a professional with specialized expertise (i.e., consultant) and a staff member (i.e.,
consultee) work together to optimize the functioning of a client. The consultant generally helps
the client indirectly through interactions with the consultee that serve two goals: enhancing
services to the client and increasing the consultee’s ability to generalize knowledge to deal with
similar situations in the future (Erchul & Sheridan, 2008). The practice of consultation arrived
1

formally in the schools during the 1960’s. Because of the prominence of psychoanalytic theory
at the time, most consultants adopted the mental health consultation approach (Caplan, 1963).
With the 1970’s came a rise in behaviorism leading to the development and widespread use of
behavioral consultation methods. Due to its well-defined interview procedures and reliance on
applied behavior analytic techniques, behavioral consultation methods are still popular with
school consultants (Erchul & Sheridan, 2008).
With the practice of school consultation on the rise, many graduate programs in
psychology, counseling, and special education offer training courses in consultation (Hazel,
Laviolette, & Lineman, 2010). Once in the field, a survey of practitioners in school psychology
found that practitioners spend approximately 20% of their time engaging in consultation related
activities. Further, it was found that practitioners would prefer to spend more time,
approximately 30-40% of their time, engaging in consultation (Fagan & Wise, 2000). This is not
surprising, as school psychologists can use consultation to address academic, social, and
behavioral problems. Additionally, consultation techniques can be implemented at the systems
level to assist with development of policies and procedures that affect teachers, parents, students,
and other school personnel. Unfortunately, despite the prevalence of school consultation and the
goal of practitioners to engage in additional consultation, there is a lack of research related to its
practice, particularly as it relates to serving multicultural students (Erchul & Sheridan, 2008).
Research has indicated that cultural context is an important factor in consultant/consultee
relationships and interactions (Behring & Ingraham, 1998; Erchul & Martens, 2014; Ingraham,
2000; Ingraham & Meyers, 2000). Current research also suggests that students are treated
differently within schools based on their ethnic background. (Bentley-Edwards, et. al.; Girvan,
Gion, McIntosh, & Smolkowski, 2017; Grissom & Redding, 2016; Hinojosa, 2008; Okonofua &
2

Eberhardt, 2015; Skiba et.al., 2010; Zirkel, 2004). For example, minority students are more
likely to be identified for special education (Artiles et al., 2002; Skiba et al., 2008) and are more
likely to exposed to exclusionary discipline (Gravois & Rosenfield, 2006). While bias in schools
has been well studied, there is currently a lack of research on how bias affects teacher help
seeking behavior and ultimately the consultation process.
Statement of the Problem and Significance of the Study
Cultural competence has been established as an important factor in effective consultation
(Behring & Ingraham, 1998; Erchul & Martens, 2014; Ingraham, 2000; Ingraham & Meyers).
However, there is a lack of research related to the topic of race and consultation, particularly in
schools (Behring & Ingraham, 1998; Sander, Hernández Finch, & Newell, 2016). There is a
large body of research pointing to bias based both on gender and race in special education
referrals made by classroom teachers; however, those who serve as school consultants may be
particularly interested in the more proactive approach of teacher help seeking when difficult
classroom situations arise. Such that, teachers can seek assistance through a multicultural
consultation model in the schools to support students in their classroom who are described as
having difficulty, rather than sending these students for special education referrals or creating an
unwelcoming classroom environment due to a lack of training/knowledge in cultural issues.
There is also a lack of research related to how individual biases can affect the consultation
process and the broader topic of teacher requests for assistance (Green, Shriberg, & Farber,
2008). Additionally, there is limited research evaluating pre-service teacher bias. This particular
area of research is critical to increase preventative efforts. Evaluating and intervening on preservice teacher racial/ethnic bias has to potential prevent negative consequences for their future
students. Findings from this study could also provide insight into how personal biases affect the
3

consultation process, specifically consultation referrals. If teachers are not seeking out
consultation prior to disciplinary or special education referrals, prevention efforts are thwarted.
Additionally, results could have implications for graduate training in consultation and point out
the need for additional training in multicultural consultation and culturally responsive classroom
practices.
Research Questions
This study sought to answer the following research questions:
Research Question #1: Do pre-service teachers’ likelihood of seeking assistance and
perception of situation severity vary based on perceived student race?
Research Question #2: Are pre-service teachers more likely to see out professional or
non-professional help based on the student’s race?

4

CHAPTER II
LITERATURE REVIEW
The following chapter will discuss relevant definitions and concepts and provide an
overview of consultation models. This chapter will also review the literature on bias in
education and highlight the gaps in literature related to the effects of student race on classroom
decision making. Although the current study focuses on pre-service teachers, much of the
reviewed literature will focus on practicing teachers. This is due to the limited research
involving racial/ethnic bias and pre-service teachers. There is also minimal research related to
pre-service teacher help seeking behavior. However, when available, research on pre-service
teachers is provided.
Teacher Help Seeking
Much of the educational research on help seeking has focused on student help seeking
behavior; however, some researchers have evaluated the help seeking behaviors of student
teachers. Studies indicate that most student teachers seek help from two primary sources:
cooperating teachers and/or their university supervising teacher (Huling-Austin et al., 1986;
Huling-Austin, 1990; Hsu, 2005). A cooperating teacher is a mentoring teacher at a student
teacher’s placement school (Huling-Austin et al., 1986). Difficulties have been identified with
using either forms of support. For example, student teachers may be overly obedient with
cooperating teachers and often give up more liberal and constructivist approaches typically
learned in pre-service teacher education programs (Hsu, 2005). Additionally, university
5

supervising teachers have been criticized for often being less familiar with the school and
students as a result of their completing responsibilities as a university faculty member (Borko, &
Mayfield, 1995; Hsu, 2005). While little research has been done to examine help seeking
behaviors of teachers, there has been extensive study of the process that often occurs after help is
sought; consultation.
Consultation
Gerald Caplan, the originator of the preventative approach of mental health consultation,
defines consultation as the process of interaction between two professional persons—the
consultant or specialist, and the consultee who invokes the consultant’s help in regard to a
current work problem with which the consultee is having some difficulty (Caplan, 1963). This
more general definition of consultation lends itself to use in many different domains and
specialty areas. Multiple models of consultation have been developed from Caplan’s original
work and have been used in a variety of settings, including in hospitals, mental health clinics,
and in educational settings. For example, in a school-based setting, a school psychologist may
consult with a classroom teacher to decrease disruptive behavior of a student using Erchul and
Martens’ (2014) integrated model of school consultation. In a hospital or mental health clinic,
doctors and clinicians may consult with other professionals using Caplan’s (1963) mental health
consultation model. Both are models of consultation adapted to best fit the situation at hand.
The details of the consultation process are dependent on situational context and the types of
professionals involved.
Caplan is responsible for several different models of consultation (i.e. populationoriented prevention model, crisis model, support systems model, etc.); however, he is most wellknown for his mental health consultation model. All consultation models, to some degree, have
6

been adapted from or are based on this work (Erchul & Martens, 2014). Other models
influenced by Caplan include behavioral consultation, school consultation, and multicultural
consultation among others.
Models of Consultation
Consultation models serve as a general framework to guide consultants in the decisionmaking process as well as in their interaction with the consultant. Each model differs in some
capacity in their appropriateness and usefulness in particular situations. They do, however, have
some similarities. All consultation models use the expertise of one party (i.e., consultant) to
solve a problem within a triadic relationship (i.e., consultant-consultee-client).
Caplan’s Model of Consultation
Caplan presents four different types of mental health consultation, including client
centered case consultation, program centered administrative consultation, consultee centered
case consultation, and consultee centered administrative consultation. In client centered case
consultation, the immediate goal is to assist the consultee with determining the most effective
treatment for their client. In other words, the problem encountered by the consultee in dealing
with the client of greatest interest. A secondary goal of client centered case consultation is to
ensure that the consultee is better equipped to deal with this particular client or similar clients in
the future. The consultant’s responsibility is to assess the client and recommend an effective
course of treatment to be used by the consultee (Caplan, 1963). Essentially, the consultant is
sharing their knowledge or expertise relevant to a particular case so that the consultee can
generalize that same knowledge to future clients. For example, a consultee may require
assistance establishing rapport with a client from an unfamiliar culture. In this case, the
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consultant would share insight with the consultee regarding the client’s culture. The consultant
would be able to apply this new knowledge to the current case as well as any similar cases in the
future.
Another type of mental health consultation is program centered administrative
consultation. This is most often used by a group of consultees to assist with a current problem in
administration of programs for the prevention and treatment of mental disorders. The
consultant’s primary focus is to make a specialized assessment of the program and recommend a
plan of action to respond to the administrative problem. Problems may relate to planning and
administration of services, recruitment, training, and a host of other issues (Caplan, 1963; Erchul
& Martens, 2014).
In consultee centered case consultation, the consultant’s focus should be on the consultee,
rather than on a particular client with whom the consultee is having difficulties. The primary
goal is to remediate the shortcomings of the consultee, which should lead to improvements in the
consultee’s handling of current and future cases. Caplan (1963) points out four categories of
difficulty that interfere with a consultee’s ability to deal with the mental health problems of a
client. They include lack of understanding of psychological factors, lack of skill or resources,
lack of professional objectivity, and lack of confidence and self-esteem. The primary goal of
consultee centered administrative consultation is to improve the professional functioning of
members of an administrative staff. It is generally based on a broad conceptualization of the
consultant’s role (Caplan, 1963; Erchul & Martens, 2014).
Importantly, Erchul and Martens (2014) assert that Caplan’s model relies on five major
assumptions, including (a) both intrapsychic and environmental factors are important in
explaining and changing behavior, (b) more than technical expertise is important in designing
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effective interventions, (c) learning and generalization occur when consultees retain
responsibility for the action, (d) mental health consultation is a supplement to other problem
solving mechanisms within an organization, and (e) consultee attitudes and affect are important
in consultation, but cannot be dealt with directly. These assumptions sum up the general focus of
Caplan’s model. The model is sometimes criticized for being strictly intrapsychic; however,
these assumptions make clear that other variables are also considered (Erchul & Martens, 2014).
Behavioral Consultation Models
The basis for mental health consultation uses principals of psychodynamics, is system
based, and draws from psychiatric practices. Behavioral psychology has also had its influence in
consultation through the development of behavioral consultation models. The behavioral
approach to consultation is based on operant and classical conditioning, observational
learning/modeling, behavioral ecology and cognitive-behavioral perspectives. The fundamental
principal behind behavioral models is the assumption that both normal and abnormal behavior
are maintained by the same learning principles (Erchul & Martens, 2014).
Behavioral consultation models include D'zurilla and Goldfried’s (1971) problem solving
model, and Bergan’s (1977) model of behavioral consultation. The problem-solving model uses
a five-step process for effective problem solving. The first step is general orientation, in which
individuals learn to accept the fact that problems occur, recognize when they do, and prevent the
tendency to either act impulsively or do nothing. In the second step, problem definition and
formulation, all aspects of the problem are identified and defined in operational terms. This is
followed by the generation of alternatives, where stakeholders brainstorm and combine various
alternatives to problem solving. In step four, decision making, individuals predict outcomes to
be achieved by each alternative. Lastly, in the final stage, verification, all parties assess the
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effectiveness of chosen alternatives by comparing actual outcomes to predicted outcomes
(D’zurilla & Goldfried, 1971).
D'zurilla and Goldfried’s (1971) problem solving model has useful principles; however, it
has been criticized for use in schools. More specifically, it does not address the specifics of
problem solving, the basis for selecting effective intervention alternatives, or how one would
implement the model in the real world. Additionally, this model assumes that consultants should
be process experts, but not necessarily content experts. The current consultation literature
indicates that it is important to have both to be successful (Erchul & Martens, 2014).
Bergan’s (1977) model uses a four-step problem solving process that is comparable to
D'zurilla and Goldfried’s (1971) problem solving model. However, Bergan’s model relies on
three separate interviews between the consultant and consultee to gather information relevant to
the problem. Bergan’s first stage, problem identification, is similar to the problem definition and
formulation stage in D'zurilla and Goldfried’s (1971) problem solving model. During problem
identification, the consultant conducts an interview to determine the specifications of the
problem to be resolved. In stage two, problem analysis, an interview is conducted to further
examine the problem and a plan is developed to address it. Stage three, plan implementation,
does not involve a formal interview. During this stage, the consultant ensures that the consultee
has the skills needed to implement the intervention effectively, monitors data collection, and
determines if there is a need for plan revisions. The final stage of Bergan’s model, program
evaluation, is comparable to the verification stage of D’zurilla and Goldfried’s (1971) model.
The program evaluation stage involves a consultant led interview with the consultee to determine
whether or not intervention goals were met, evaluate plan effectiveness, discuss plans moving
forward, and either terminate the consultation relationship or schedule additional meetings
10

(Bergan, 1977). Bergan’s model has been used widely within school settings and has been found
to be effective for many different classroom concerns (Garbacz & McIntyre, 2016; Minnaert,
Prince, & Opdenakker, 2017; Sheridan, Eagle, Cowan, & Mickelson, 2001).
School Consultation
While consultation models such as the mental health model, behavioral model, and
problem-solving model were not originally intended for use in schools; they have been adapted
to address academic and behavioral concerns in schools. Erchul and Martens (2014) describe a
model of consultation for educational settings based on a combination of two prominent models
of consultation: mental health consultation and behavioral consultation.
Erchul and Martens’ (2014) integrated model of school consultation draws on both the
client centered, problem solving focus of behavioral consultation models and the consulteecentered, preventative focus of mental health consultation. They define school consultation as a
process for providing psychological & educational services in which a specialist (consultant)
works cooperatively with a staff member (consultee) to improve the learning & adjustment of a
student (client) or group of students (Erchul & Martens, 2014).
School consultation has been used to address a variety of school related difficulties
including academic (i.e., Dufrene, Zoder, Dieringer, & Labrot, 2016), behavioral (i.e., Minnaert
et al., 2017; Nadeem, & Jensen, 2009; Reinke, Lewis-Palmer, & Merrell, 2008; Sheridan et al.,
2001) and social concerns (i.e., Garbacz & McIntyre, 2016; Kahveci, & Ataman, 2017).
Additionally, using school consultation to assist teachers with effective classroom management
has become an important component of many school-based mental health programs (Atkins et
al., 2008). Research asserts that if school districts can routinely use consultation as a part of a
prereferral intervention program, consultation would become a critical first step in the typical
11

refer-test-place sequence, rather than a separate service provided by individual practitioners
(Ponti, Zins, & Graden, 1988).
Consultation in schools is often viewed as a stand-alone service that is meant to
compliment the traditional refer-test-place procedures used for special education eligibility. If
used effectively, consultation can reduce the number of students referred for and placed in
special education (Erchul & Martens, 2014). For example, if a teacher is having a minor problem
with a student, such as inattention, consultants can be used to assist the teacher in addressing the
problem within the classroom without the need for further assessment or special education
services. Further, with the increased use of response to intervention (RTI) methods and
prereferral intervention programs, more students with special/unique needs are being encouraged
to be instructed within the regular education setting. This increases the need for consultation
services to address a variety of minor concerns that do not warrant assessment and placement in
special education such as non-compliance, inattention, and slow academic progress.
While we know the consultation process is effective in educational settings, little is
known about how variables such as race and ethnicity impact teacher’s interest in seeking
consultation support and the referral and intervention process for special education. Because
cultural differences have been shown to affect special education and discipline referrals in
schools, it seems likely that these differences would also effect referrals to consultants or
consultation teams for support prior to referrals for more intensive services such as special
education. As a result, schools and consultants should consider incorporating multicultural
approaches into their consultation models.
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Multicultural Consultation
Multicultural school consultation (MSC) is a culturally sensitive, indirect service in
which the consultant adjusts the consultation services to address the needs and cultural values of
the consultee, the client, or both (Behring & Ingraham, 1998; Ingraham, 2000). Effective
multicultural consultation involves the integration of multicultural competence and consultation
competence. This requires knowledge of other groups, reflection on the attitudes and beliefs of
self and others, and skills to effectively apply multicultural knowledge and beliefs to practices.
A multicultural framework also requires that individuals understand and consider all dimensions
of the client. This includes the client’s race, socioeconomic status (SES), gender, language, and
religion, as well as other relevant cultural factors (Newell, Newell, & Looser, 2013). Attention
to cultural factors is critical because problems are not universal and understanding cultural
context can aide consultants and consultees in appropriately identifying the problem instead of
attributing differences to deficit (Sheridan, 2000).
There are five components within the MSC framework that are designed to support a
broad understanding of theory and practice. The first component is domains for consultant
learning and development. This includes knowledge and skill in eight competency areas,
including understanding one’s own culture, understanding the impact of one’s own culture on
others, respecting and valuing other cultures, understanding individual differences within cultural
groups, cross-cultural communication and rapport development, understanding cultural saliency
and the cultural context for consultation, and multicultural consultation and interventions
appropriate for consultee and clients (Ingraham, 2000).
The second component, domains of consultee learning and development, includes
knowledge and skill related to culture, objectivity, and confidence. Consultees may not be
13

knowledgeable or skilled in working with diverse populations of students. In multicultural
school consultation, it is critical that the consultee seek out knowledge and training that will
allow them to develop classroom instruction and interventions that are both effective and
culturally sensitive. Objectivity allows the consultee and consultant to be considerate of cultural
factors while also taking into consideration the client’s level of acculturation and the individual
differences that exist within cultures (Ingraham, 2000).
The third component of the MSC framework is cultural variations in the consultation
constellation. Cultural constellations refer to potential combinations of cultural differences that
may be experienced within a consultation relationship. Described constellations include
consultant-consultee similarity, consultant-client similarity, consultee-client similarity, tricultural constellation, and cultural similarity within a differing cultural system. These
constellations describe the different combinations of cultural variations that can occur within the
context of multicultural consultation. Each constellation provides its own set of effective
strategies and well as its own challenges to overcome (Ingraham, 2000).
Component four addresses contextual and power influences, issues of power and balance
have been addressed extensively within the consultation literature (Erchul & Martin, 2014;
Erchul & Raven, 1997; Martin, 1978). Disruptions in the balance of power are common in
consultation relationships and privilege associated with certain cultures can exacerbate existing
power differentials. Individuals of the dominant culture or other privileged groups are likely to
experience increased power over individuals who are not (Ingraham, 2000). It is important that
consultants who experience this are aware of the power differential and work to restore a
balance. Ingraham (2000) also points out that there is a need for additional research that
examines power issues related to cultural differences and different levels of privilege.
14

The final component of Ingraham’s (2000) MSC framework is hypotheses about methods
for supporting consultee and client success. Ingraham points out that additional research is
needed to identify effective consultation methods for multicultural contexts, and instead proposes
hypotheses that can potentially be used to guide future research. Hypotheses are organized into
three different approaches. Within the first approach, framing the problem and the consultation
process, Ingraham (2000) identifies five different considerations for framing the problem and the
consultation process, including valuing multiple perspectives, creating emotional safety and
motivational support, balancing affective support with new learning, building on principles for
adult learning, and seeking systems level interventions for learning and development among
consultees and clients.
Ingraham’s (2000) second hypothesized approach to supporting consultee and client
success, involves potential multicultural consultation strategies for working with consultees.
Proposed strategies include supporting cross-cultural learning and motivation, modeling bridging
and processes for cross-cultural learning, using consultation methods matched with the
consultee’s style, working to build consultee confidence and self-efficacy, and working to
increase knowledge, skill, and objectivity. These strategies allow for a sense of understanding
about cultural differences and allow the consultee to grow through the use of techniques specific
to multicultural consultation.
The final hypothesized approach to supporting consultee and client success described by
Ingraham (2000) is continuing one’s professional development and reflective thinking. This
includes engaging in both formal and informal professional development. Ingraham also
recommends seeking feedback from colleagues and other sources, as well as seeking out cultural
guides and teachers.
15

Ingraham’s five component MSC framework focuses on addressing differences in
perspective that occur as a result of cultural identity. The MSC framework is not intended to
replace existing models of consultation, but instead to contribute to existing models by
accounting for cultural issues that can affect school-based consultation. For example, Ingraham
(2000) outlines possible contextual and power influences. The 6 forms of power described in the
MSC framework include coercive, reward, legitimate, expert, referent, and informational power.
These forms of power are taken from French and Raven’s (1965) original framework for
examining social power. These forms of social influence and social power are present in all
school consultation situations whether the individuals involved are following Caplan’s mental
health model, D'zurilla and Goldfried’s (1971) problem solving model, or Bergan’s (1977)
model of behavioral consultation. However, Ingraham (2000) examines how culture and the
privilege associated with some cultures can further influence these power differentials,
prompting those engaging in multicultural consultation to be more aware and to work to
overcome them. Within this framework, Ingraham (2000) encourages individuals to embrace
group and individual differences and work to build bridges of understanding through shared
experiences and learning.
The most apparent reason for an increased need for multicultural competency in school
psychology is the ever-changing topography of the U.S. population. There is an increase in both
cultural and linguistic diversity within the U.S. population, resulting in greater diversity within
educational settings. The percentage of public-school students who identify as white is projected
to fall to 46% by 2024, while in comparison, the Hispanic student population is expected to grow
to 29%. Despite this increased student diversity, most teacher education programs turn out a
large majority of White female teachers. For example, in 2012, 82% of the U.S. teaching
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population identified as White (U.S. Department of Education, 2016). Additionally, there is a
lack of diversity among school psychologists who serve as consultants with 90.7% of school
psychologists identifying as White, 3% as Black, 1.3% as Asian/Pacific Islander, 0.6% as Native
American/Alaskan Native, and 3.4% identifying as Hispanic/ Latino (Proctor & Romano, 2016).
With this increase in student diversity, comes an increase in diversity within members of the
consultation process and the need for consultation models that allow for the development of
culturally competent interventions.
Effective MSC involves the integration of multicultural competence and consultation
competence. This requires knowledge of other groups, reflection on the attitudes and beliefs of
self and others, and skills to effectively apply multicultural knowledge and beliefs to practices.
A multicultural framework also requires that individuals understand and consider all dimensions
of the client. This includes the client’s race, SES, gender, language, and religion, as well as
other relevant cultural factors (Newell et al., 2013). Attention to cultural factors is critical
because problems are not universal and understanding cultural context can aide consultants and
consultees in appropriately identifying the problem instead of attributing differences to deficit
(Sheridan, 2000).
Race, Culture, and Ethnicity
Before a thorough examination of literature surround racial/ethnic bias in consultation, it
is important to have an understanding of each term. The common perception of the term race is
that it is a way of categorizing individuals into homogenous groups based largely upon skin color
and other physical features. This widely held idea is not entirely correct. Race is largely socially
constructed, and researchers have found more genetic differences within defined racial groups
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than between them (Richeson & Sommers, 2016). This can be seen in the historical shifts in
racial categories, particularly between who is and is not considered white.
Race and ethnicity are often used interchangeably; however, they have different
meanings. Ethnicity refers more to cultural heritage than race. For example, the racial category
“black” is composed of various ethnic subgroups including, those from Caribbean nations, those
from African nations, and those with direct ties to slavery in the United States. While each of
these ethnicities share some similarities, there are some variation in traditions and lived
experiences. The blurring of the line between race, ethnicity, and culture exists also within the
psychology literature. More specifically, some researchers have argued that psychology
frequently conflates culture with racial/ethnic minorities more so than those who identify as
white (Causadias, Vitriol, & Atkin, 2018). For example, much of the research in multicultural
consultation has been conducted on racial/ethnic differences as a measure of cultural differences.
While the current study seeks to measure the specific effects of perceived race/ethnicity on help
seeking behavior, this chapter will review literature with a focus on multicultural consultation
practices. While proficiency in multicultural consultation would include more than just comfort
in dealing with racial/ethnic differences, race plays a role in one’s cultural traditions.
Research in Multicultural Consultation
Ingram (2000) asserts that there are two key needs within the consultation literature. The
first area of need is additional empirical research on the theory or practice of multicultural school
consultation. Researchers have thoroughly explored cultural context as an important factor to
consider in consultant/consultee interaction (Behring & Ingraham, 1998; Erchul & Martens,
2014; Ingraham, 2000; Ingraham & Meyers, 2000); however, current research does not draw
definitive conclusions about the best ways to teach and practice multicultural consultation.
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Current empirical findings focus on examining how consultant or consultee race influences
ratings of consultant competence, multicultural sensitivity, intervention acceptability, and
preference for consultation style.
Gibbs (1980), for example, attempted to explore and conceptualize the initial response of
Black consultees to using consultation. Within an urban school district, researchers explored
rapport building and consultation between Black consultants and Black and White teacher
consultees. Through examination of consultation cases, Gibbs found that an interpersonal
consultation style was important for building trust and teacher buy in from Black consultees as
opposed to the more instrumental aspects preferred by White consultees. Gibbs (1980) defines
interpersonal orientation as the value of a group or individual which focuses on the process
rather than the content of the interactions, both verbal and nonverbal, between people. For
example, a Black consultee may inquire about a consultant’s background or values in an attempt
to evaluate the consultant’s previous professional experiences or place the consultant in a social
status hierarchy. In contrast, instrumental orientation is defined as the value of a group or
individual which focuses on the goal or task-related aspects in the relationship between the
consultant and consultee. For example, a White consultee is more likely to ask about details
related to the consultation project at hand, not about the consultant’s background or personal life.
A model of interpersonal orientation to consultation was also proposed to reflect the
behaviors thought to be characteristic of Black consultees in the entry phase of consultation.
Gibbs’ proposed model has several implications for multicultural consultation. First, preference
for an interpersonal orientation among Black consultees has the potential to help explain
differences observed in the way that Black consultees respond to and develop rapport with
consultants. Acknowledgement of these differences can be instrumental in eliminating
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communication problems in entry stages of consultation that often lead to premature termination
of the consultation relationship. The model also emphasizes the importance of both the task
related knowledge required for instrumental competence and the knowledge of processes
required for interpersonal competence. Knowledge and recognition of both orientations will
allow consultants to serve both populations effectively. Also, important to note, is the need to
test the validity and applicability of the proposed model in naturalistic settings (Gibbs, 1980).
Not only is research lacking in empirical studies of multicultural school consultation,
there is also a gap in research related to acquisition of training regarding diversity in
consultation. The American Psychological Association (APA) includes cultural diversity as an
area of professional competency; however, many doctoral programs struggle with effectively
integrating cultural competency into training. This is of particular importance due to the
growing racial variance in the United States. One 2010 study examined the consultation syllabi
of 25 APA approved school psychology graduate programs. Specific elements assessed included
diversity, culture, and social justice. Most of the included syllabi mentioned content related to
multicultural issues and diversity, however, very few required students to reflect on their own
culture and how it affects them as a consultant (Hazel et al., 2010).
Sander and colleagues (2016), conducted a study in which university faculty who train in
multicultural consultation were interviewed. They were asked questions related to their
perceptions of methods and tools to teach students school-based consultation with special
attention to cultural competence. Participants asserted that there were several challenges with
providing training in this area including limited resources related to multicultural examples and
empirical findings, lack of time within a course to address multicultural issues, tensions about
when in a course sequence to offer the training, and competing needs and cultures of schools and
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university training programs. Due to the qualitative nature of this study, there is a small sample
size and therefore limited external validity. Also, while the study offers examples of the issues
face by trainers in school psychology face in multicultural consultation, it does not draw any
definitive conclusions or offer solutions (Sanders et al., 2016).
In 1998, Behring and Ingraham issued a call to the field of psychology. They proposed
that culture was a central component of consultation. Behring and Ingraham discuss the
ethnocentricity of psychological research and the importance of cultural self-awareness and
cultural sensitivity. Further, Meyers and Varjas (2015) highlight cultural issues in training and
propose frameworks to enhance cultural competence and multicultural consultation. While
researchers have highlighted the importance of considering culture within the consultation
process, there is still a lack of research in the area (Behring & Ingraham, 1998; Meyers & Varjas,
2016). More specifically, there is a lack of research in the area of teacher help seeking behavior
when working with diverse populations. Research in this area is critical for two reasons: 1)
consultation requires initially seeking help for a concern and 2) there is currently
disproportionality of minorities and males in special education referrals (Anderson, 1997; Artiles
et al., 2002; Green, Shriberg, & Farber, 2008; Skiba et al., 2008). There are several factors that
have led to disproportionality in special education, including gender and racial bias (Dee, 2005;
Raina, 2012; Warikoo et al., 2016). The next sections of this chapter will summarize the
evidence of several forms of bias within education.
Bias in Education
Bias is a lack of objectivity or an inclination to favor one thing or person over another
(VandenBos, 2007). For example, if a teacher gives Asian students more opportunities to
participate in class because “Asian students are smarter”, that teacher would be described as
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having an academic bias towards Asian students. Bias can also be positive in nature. For
example, favoring fruits and vegetables over pizza and burgers can have positive health effects.
Usually, unfair or negative biases are associated with a negative stereotype about a particular
group (i.e. gender, race, religion, sexuality). It is particularly important that bias be examined
within the context of education, because of the negative effects on students who identify as part
of marginalized or minority groups, particularly given the current make up of educators is
predominately female and white (US Department of Education, 2016).
Racial Bias
Research on racial bias in education is both extensive and convincing. Research shows
that teachers treat students differently based on ethnic background (Bentley-Edwards, et.al.;
Girvan et al., 2017; Grissom & Redding, 2016; Hinojosa, 2008; Okonofua & Eberhardt, 2015;
Skiba et.al., 2010; Zirkel, 2004). There is evidence of classroom bias as early as preschool
(Gilliam, 2008; Yates & Marcelo, 2014). Yates and Marcelo (2014) evaluated teacher ratings of
school adjustment based on observations of play. Researchers found that Black children that
engaged in imaginative and expressive pretend play were evaluated negatively and non-Black
children with similar play skills were evaluated positively. This study highlights that some
teachers interpret similar behaviors differently based on the race of the student observed.
Classroom bias based on race and ethnicity leads to many negative consequences for students of
color.
Racial/ethnic bias contributes to multiple forms of ethnic stratification including
achievement and discipline gaps (Warikoo et al., 2016). The racial achievement gap has been
documented for decades. A 1966 report known as “the Coleman report” was commissioned by
the National Center for Education Statistics to examine educational equality in the US.
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Researchers found that a significant gap in the achievement scores between black and white
children already existed in the first grade and the gap became even wider by the end of
elementary school (Coleman, 1966). Research conducted since the original Coleman report has
attributed educational inequality to racial segregation in schools. Additionally, unequal
academic outcomes in childhood are linked to racial inequalities in areas of adulthood including
employment, incarceration, and health (Morris & Perry, 2016).
Current research indicates that teachers’ expectations differ based on student race. In a
2007 study, Tenenbaum and Ruck conducted four meta-analyses to examine teachers’
expectations, referrals, positive and neutral speech, and negative speech. Researchers found that
teachers held more positive expectations, made more positive referrals, fewer negative referrals,
and used more positive and neutral speech for European American students than for African
American students. Additionally, they found that teachers held higher expectations for Asian
American students than for any other ethnicity (Tenenbaum & Ruck, 2007). Negative
expectations can have effects on the way that teachers interact with students. Discrepancies in
expectation based on race contribute to the maintenance of the achievement gap and
disproportionality in discipline, as well as other negative effects.
Studies suggest that teachers rate black students as having poorer classroom behavior
than white students. One study (Girvan et al., 2017) examined the extent to which teacher’s
discretionary decisions attributed to ethnic disproportionality in office discipline referrals
(ODRs). Results of the study indicated that ethnic disproportionality in subjective ODRs was
responsible for the majority of variance in total ODR disproportionality. Specifically, subjective
ODRs explained approximately 1.5 - 3 times as much variance in disproportionality as objective
ODRs. This means that when teachers are interpreting ambiguous student behavior, it is more
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likely to result in an ODR if the student is of a racial minority (Girvan et al., 2017). This may
also indicate that teachers will be less likely to seek consultation support to manage or prevent
such student behavior in the future.
Teacher education has been credited with perpetuating the school to prison pipeline. The
school to prison pipeline is an interaction of policies, practices, and conditions that facilitate the
criminalization of offenses that were once handled within the school. The children affected by
these policies are tracked out of the school system and into the juvenile, and often adult, criminal
justice system (Heitzeg, 2009; Morris, 2012). There has been a shift in teacher education
towards classroom management, control, and discipline. These practices disproportionately
affect minority students and student of low socioeconomic status (Raible & Irazarry, 2010). This
leads to an overrepresentation of these students in school disciplinary action. Students of color
are more likely to be punished for subjective infractions such as loitering, classroom disruption,
and excessive noise. Students of color are also disproportionally represented in special
education. Students with a disability label are more likely to be referred for disciplinary action.
These students are also more than two times as likely to be suspended or expelled as their
general education counterparts (Raible & Irazarry, 2010).
Disproportionality in ODRs is just one example of racial bias manifested in education.
Minority students are also disproportionately underrepresented in gifted programs. Grissom and
Redding (2016) investigated predictors of assignment to gifted programs using longitudinal data
from a nationally representative sample. The study’s data was taken from kindergarteners in the
1998-99 school year followed by the National Center for Educational Statistics (NCES) through
eighth grade. Researchers found that Black students are less likely to be assigned to gifted
services in both math and reading. This trend remained even when controlling for health,
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socioeconomic status, and classroom characteristics. That also found that this phenomenon
occurs even among students that have high standardized test scores (Grissom & Redding, 2015).
Stereotype threat is another example of negative consequences that stem from
racial/ethnic bias. Stereotype threat is defined as being at risk of confirming a negative
stereotype about one’s group (Steele & Aronson, 1995). For example, minority students working
on intellectual tasks must contend with the fact that a negative performance might substantiate
the racial stereotype of limited academic or scholastic ability. Walton and Cohen (2003) suggest
evidence of stereotype threat as well as “stereotype lift”. They define stereotype lift as a relative
boost experienced by white students due to the salience of negative academic stereotypes about
their black classmates.
There is also evidence of more subtle forms of racism and racial bias in education.
Racial microaggression are subtle verbal and non-verbal insults/assaults directed toward people of
color, often carried out automatically or unconsciously; layered insults/assaults, based on one’s race,
gender, class, sexuality, language, immigration status, phenotype, accent, or name (Kohli &
Solórzano, 2012). Kohli & Solórzano (2012), conducted a qualitative study examining racial
microaggressions of students of color as it relates to their names. Respondents of the study
experienced cultural “othering” in various forms. Student’s told stories of teachers who laughed at
name mispronunciations or avoided pronouncing their names at all.

Overall, the research in racial bias within the education system is clear. Minority
students face many inequities within schools. Teachers have different expectations for minority
students and interpret their behavior differently. In addition, minority students are
underrepresented in gifted education programs. These patterns contribute to the existing
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achievement gap and place minority students in a position to be more likely to receive an office
discipline referral and/or be subjected to exclusionary discipline practices.
Gender Bias
Gender bias also exists within the education system. This includes teacher response to
behavior, what students are encouraged to study, and how textbooks represent gender roles
(Sheridan & Hemming-Stout, 1994; Duffy, Warren, & Walsh, 2001; Tiedemann, 2000; Green,
Shriberg, & Farber, 2008). Raffaele Mendez and Gale, (2002) found that boys’ problems are
more likely to be brought to the attention of the school psychologist. Teachers tend to give more
attention to male students (Sadker and Sadker, 1994; Duffy et al., 2001). Duffy and colleagues
conducted an observational study to examine patterns of classroom interactions based on gender.
They found that female mathematics teachers, male literature/language teachers, and female
literature/language teachers, tended to interact more with male students. They also determined
that the results were not due to male students initiating more direct verbal interactions with
teachers. The authors hypothesize that these findings are likely the result of teacher perceptions
that male students either need more help with academic tasks or that teachers are attempting to
keep the attention of male students, who would otherwise lose interest and likely disturb the
class. While the exact explanation remains to be determined, this line of research points out that
teachers use different strategies for teaching and interact differently with their students
depending on gender (Duffy et al., 2001).
Much of the research on gender bias in requests for assistance involved special education
referrals (Wehmeyer & Schwartz; 2001; Change & Sue, 2003; Green et al., 2008). Chang and
Sue (2003) presented teachers with three vignettes, each accompanied by a photograph of a male
child (i.e., African American, Asian, or Caucasian). Respondents were asked questions intended
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to evaluate the child’s behavior related to 6 dimensions: (a) severity of the behavior problem, (b)
the likelihood that the respondent would refer the child for different services or interventions, (c)
perceptions regarding the quality of the child’s family life, (d) perceptions regarding academic
performance and ability, and (e) typicality of the child’s behavior. Results indicated that
teachers rated Asian American students in a way that was consistent with stereotypes of that
group. Evaluations of African American students were not significantly different than other
races; however, researchers attributed this to social desirability (Chang & Sue, 2003).
A 2008 study sought to examine whether student’s gender and SES effect teachers’
expectations of the students. Teachers (N=106) read a scenario about a hypothetical student with
academic and behavioral challenges. Gender and SES of the students were varied to create four
conditions. Findings of the study suggest that teachers are likely to develop negative attitudes
toward low-SES students in general, but especially boys (Auwarter & Aruguete, 2008).
Research indicates that gender bias can influence teachers in many ways. Gender effect
teachers’ responses to and perceptions of student behavior (Sheridan & Hemming-Stout, 1994;
Duffy et al., 2001; Tiedemann, 2000; Green et al.,, 2008; Chang & Sue, 2003). There has also
been research to suggest that there is some intersection between the effect of race and gender on
teacher expectations (Auwarter & Aruguete, 2008). These studies add to the growing body of
literature supporting the existence of multiple forms of bias within education systems.
Bias and Teacher Requests for Assistance
Teacher requests for assistance are a precursor to entry into a consultation relationship.
In order to gain access to a school consultant, a teacher (consultee) must seek out help for a
particular issue from someone with a greater expertise (consultant). Requests for assistance may
be informal in the form of seeking advice from a friend or parent. Requests may also be more
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formal when teachers seek out help from a professional classroom consultant such as a school
psychologist or behavioral specialist. As of yet, researchers have done little to examine factors
that may influence how teachers request assistance.
Green and colleagues began addressing the gap in the literature as it relates to teacher
requests for assistance by examining gender differences in teacher requests for assistance
(consultation) and perceptions of situation severity. The instrument used was created in two
phases. Phase 1 was conducted to ensure that vignettes created were “gender neutral.”
Participants in phase 1 included 41 preservice teachers in a teaching methods course and 21
practicing middle school teachers. Researchers created a list of 32 behaviors based on
commonly seen childhood academic and behavioral problems listed in the Diagnostic and
Statistical Manual of Mental Disorders-IV- Text Revision (DSM-IV-TR; APA, 2000).
Participants were asked to evaluate all 32 behaviors using a 5-point rating scale with a rating of 1
indicating “behavior is see significantly more often in males,” a rating of 3 indicating “behavior
is seen equally in males and females,” and a rating of 5 indicating “behavior is seen significantly
more often in females” (Green et al., 2008).
Researchers conducted paired sample t-tests and determined that there were no
significant differences between the responses of the practicing teacher sample and the preservice
teacher sample for the behaviors listed in the survey. Analysis also indicated that only one
behavior (difficulty with a basic skill that other students seem to grasp easily) was rated
differently by male and female teachers with male teachers (M = 2.84) rating the behavior as
slightly more male-specific than female teachers (M = 3.00, t[56] = -1.11, p < .05). Items with a
mean of 2.8-3.2 and a standard deviation of less than .65 were considered to be “gender neutral”
behaviors. Criteria for consideration as “gender neutral” was established by the experimenters in
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consultation with a professional educational statistician. Based on this criterion, four
behaviors— “average academic ability with difficulty in a particular subject area”, “difficulty
developing peer relationships”, “slow to learn new skills”, and “inability to function
normally/changes in normal behavior”—were identified as “gender neutral” (Green et al., 2008).
Phase 2 was conducted to ensure that vignettes were “severe enough” for referral.
Participants in this phase included 17 preservice teachers. Vignettes were created using the four
behaviors indicated as “gender neutral” during phase 1. Participants were each randomly
presented with four vignettes with the only difference being student gender. Participants were
then asked to rate the severity of the problem using a 10-point scale. A rating of 1 indicated no
concern while a rating of 10 indicated extreme concern. Participants were also asked to evaluate
how likely they would be to request assistance for the child in the vignette using a 4-point rating
scale with a rating of 1 indicating very unlikely to seek assistance for the child and a rating of 4
indicating very likely to seek assistance for the child. Participants were also asked from whom
they would seek assistance. Options included school psychologist, school counselor, school
social worker, school administrator, teachers, parent/guardian, and a space to write in “other”
and participants were instructed to circle as many choices that applied. In regard to situation
severity, each of the four vignettes received a mean rating of at least 6.41, and mean responses
on the likelihood to request assistance scale ranged from 3.35 – 3.88. Responses to the question
of who would be sought out for assistance included all of the potential resources listed. Based on
these results, no changes were made to the four vignettes or their follow-up questions for this
study (Green et al., 2008).
Preservice and practicing teachers (N=147) were presented with the four vignettes. The
respondents were then asked to rate the vignettes on problem severity and likelihood of seeking
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assistance. Respondents were also asked to identify whom they would seek assistance from.
Results indicated that teachers typically did not make different decisions based on student
gender; however, female teachers often rated student situations as more severe than their male
colleagues. They also found that teachers who rated a situation as more severe were more likely
to seek assistance from another professional for that situation (Green et al., 2008).
Much of the existing research examining bias in teacher requests for assistance focuses
on disproportionality in special education referrals and perceptions of internalizing and
externalizing behaviors. Most findings indicate higher ratings of externalizing or “acting out”
behaviors that draw the attention of teachers (Achenbach, Howell, Quay, & Conner, 1991; Green
et al., 2008; Raffaele Mendez & Gale, 2002; Wehmeyer & Schwartz, 2001). A 2015 study
(Grissom, & Redding, 2015) examined predictors of student referrals to child study teams and
instructional consultation teams. Researchers found that student sex, Hispanic race/ethnicity,
reading, writing, and math achievement, prior ratings of classroom concentration, and closeness
in the prior student-teacher relationship were predictors of student referrals to problem-solving
teams. Additionally, researchers found that students who identified as African American or
Unspecified/Other race/ethnicity, students with prior internalizing behavior problems, teacher
sex, teacher age, and 11+ years of total teaching were positively correlated with referral to
problem-solving teams (Grissom, & Redding, 2015).
Existing studies suggest bias related to several factors including gender, race/ethnicity,
and prior history of behavioral concerns. This line of research is important because
identification of characteristics that make it more likely that teachers will seek assistance from
outside sources to address student concerns provides information about which students may be
more likely to receive intervention, which students are underserved, and whether or not
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culturally and linguistically diverse students have equal access to interventions. Additionally,
this research provides further information regarding characteristics of teachers who are more
likely to refer students for intervention. This information can be used to target outreach, training,
and support (using a consultation approach) to ensure all students have equal access to
prevention and intervention efforts.
Purpose of the Current Study
In order for school consultation to take place, it must first be initiated by a school
professional such as a classroom teacher in the form of requesting assistance. It is crucial to
examine factors that influence the way that teachers and other school personnel engage in the
consultation process. A better understanding of why teachers request consultation, and for which
students, may assist with the further development of strategies for more effective use of
consultation and preparing educators to seek consultation when the time is right. Although there
is a body of research devoted to school consultation, less research attention has been given to
teacher’s help seeking behavior—such as seeking out consultation support. Additionally, there is
minimal research regarding how student variables such as race and gender may affect help
seeking behavior, and as a result, also effect the consultation process.
School personnel are often required to interact with students of various cultures and
ethnicities, but very little is known about how these complex interactions effect help seeking
behavior among school staff. If research shows us that biases exist within the classroom (i.e.,
Girvan, Gion, McIntosh, & Smolkowski, 2017; Scott, Gage, Hirn, & Han, 2018) and in special
education referrals (i.e., Artiles et al., 2002; Skiba et al., 2008), it would be a reasonable
assumption that these biases may affect help seeking behaviors in this population as well. The
following study seeks to address the current research gaps by evaluating how student and teacher
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variables (i.e. race/ethnicity) affect teachers’ perceptions of student behavior, modeled on the
methodology of the Green et al., (2008) study. The current study had two research questions: (a)
Do pre-service teachers’ likelihood of seeking assistance and perception of situation severity
vary based on perceived student race?, (b) Are pre-service teachers more likely to seek out
professional or non-professional help based on the student’s race?
In regard to the first research question, it was hypothesized that likelihood of seeking
assistance and perception of situation severity would vary based on perceived student race.
More specifically, pre-service teachers would be more likely to seek assistance and rate a
situation as more severe when the perceived race of the student is black. This is largely due to
the fact that teachers tend to hold different expectations for minority and non-minority students.
Studies suggest that White teachers rate Black students as having poorer classroom behavior and
as being less academically engaged than they do white students. Additionally, teachers often
misinterpret the behavioral styles of black students as defiance (Downey & Pribesh, 2004).
Knowing this, it is hypothesized that teachers will more readily “recognize” the behavior of a
black student as a concern, therefore rating the situation as more severe.
In regard to research question two, it was hypothesized that participants would be more
likely to seek out professional help than nonprofessional help when the perceived race of the
student was black. The researcher’s hypothesis was based on studies indicating that preservice
teachers most often seek out help from school professionals. This applies to a multitude of
common difficulties faced by student teachers including classroom discipline, student
motivation, student assessment, as well as others (Huling-Austin et al., 1986; Hsu, 2005). This
hypothesis is also based on the hypothesis reported for research question one, that preservice
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teachers will rate situations as more severe and be more likely to seek assistance if the perceived
race of the student is black.

33

CHAPTER III
METHODOLOGY
This chapter provides an overview of participant demographic data, recruitment
information, a description of instruments used, procedures for the current study, a description of
the research design, and an overview of data analysis. The purpose of the current study is to
provide insight into how personal biases affect the consultation process, specifically consultation
referrals.
Participants
Participants included 179 pre-service teachers from various universities across the United
States. The study was open to students studying to teach any grade level. Males made up 11.6%
of participants (N = 21) and 87.9% were female (N = 160). A majority of participants identified
as White/European American (74.2%), while 14.9% identified as Black/African American, 2.7%
identified as Hispanic/Latino(a), and 4.4% identified as Asian/Pacific Islander, and 2.7%
identified as multiracial. One participant chose the “other” category and indicated that they
identified as French Cajun. The racial makeup of participants in the current study are similar to
those indicated by the U.S. census, with the exception of the percentage of Hispanic/Latino(o)
participants (U.S. Census Bureau, 2019). Participant classification ranged from Freshman to
graduate school, with a majority of participants classified as Seniors (N =98, 53.8%).
Demographic information is represented in Tables 1, 2, and 3 below.
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Table 1
Participant Gender
Frequency

Percentage

Male

21

11.5

Female

158

88.3

Total

179

100.0

Table 2
Participant Race/Ethnicity
Frequency
White/European American

Percentage

135

74.3

27

15.1

5

2.8

8

4.5

Multiracial

5

2.8

Other (Please Specify)

1

.6

Total

179

100.0

Black/African American
(non-Hispanic)
Hispanic/Latino(a)
Asian American/Pacific
Islander
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Table 3
Participant Academic Classification
Frequency

Percentage

Freshman

10

5.5

Sophomore

10

5.6

Junior

18

10.1

Senior

97

54.2

Graduate School

44

24.6

Total

179

100.0

Recruitment
Participants were recruited via email requests sent out to department heads and program
coordinators from various universities. Social media outlets in education were also used. Due to
the current population of teachers largely identifying as White, there was a focus on recruitment
from historically black colleges and universities (HBCUs) in order to increase the diversity
within the sample. Those who choose to participate were entered into a raffle to win two $25
gift cards.
Instruments
A demographic survey was also used to gather additional information about participants,
which included gender, race/ethnicity, college/university attended, and academic classification
(Appendix A).
The four vignettes (Appendix B and C) used in this study were modified from those
previously developed by Green and colleagues (2008), in which vignettes provided “severe
enough” behaviors for referrals and also “gender neutral” behavioral descriptions. Situations
described in the vignettes included a student with average academic ability with difficulty in a
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particular subject area, a student with difficulty developing peer relationships, a student who is
slow to learn new skills, and a student with an inability to function normally or changes in
normal behavior. Green and colleagues (2008) vignettes were modified to replace male/female
names in each vignette with names that were determined to be either distinctively White or
distinctively Black (Fryer & Levitt, 2004) and student biological sex was listed as male only to
control for gender differences.
Following each vignette, participants were asked to rate the severity of the problem
presented based on a 10-point scale with a rating of 1 indicating “no concern” and a rating of 10
indicating “extreme concern.” Participants were also asked to rate the likelihood that they would
seek assistance using a 4-point scale with a rating of 1 indicating “very unlikely to seek
assistance for this child” and a rating of 4 indicating “very likely to seek assistance for this child.
Additionally, participants were asked from whom they would seek assistance. Options provided
were school psychologist, school counselor, school social worker, school administrator, teachers,
parent/guardian, and “other”.
Vignette Names
Vignette names were chosen randomly from a list of the “whitest” and “blackest” baby
names created by Fryer and Levitt (2004). The list was created based on data obtained from the
Birth Statistical Master File maintained by the Office of Vital Records in the California
Department of Health Services. The files provided information drawn from birth certificates for
all children born in California between 1961 and 2000.
Procedure
Data were collected from preservice teachers during spring and summer 2020.
Participants first completed a demographic questionnaire that included identifying their race,
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gender, and level certification sought. Participants then completed a survey that included four
vignettes. Participants were randomly given vignettes with implied race of the student being
Black and others were randomly given vignettes with the implied race of the student being
White. Race was implied by use of either a traditionally White sounding name or a traditionally
Black sounding name. All vignettes used male names and were presented in the same order for
all participants. Participants completed the survey online via Qualtrics.
Data Analysis
For Research Question1 a multivariate analysis of variance (MANOVA) test was
conducted to examine differences in preservice teachers’ likelihood to seek assistance and in
preservice teachers’ ratings of situation severity across situations by student main effect and their
interactions. A MANOVA is an ANOVA for situations in which there are multiple interrelated
dependent variables. Therefore, a MANOVA is appropriate for research question 1 because
there are multiple interrelated dependent variables (i.e., likelihood of seeking assistance, ratings
of situation severity). For this analysis, student race was classified as either Black or White.
Situation severity was rated on a 10-point Likert scale and likelihood to seek assistance was rated
on a 4-point Likert scale.
Before conducting the MANOVA, several assumptions were tested. First, the dependent
variable should be normally distributed within groups. Tests for outliers were run before
performing the MANOVA. In the current study, 1 outlier was removed based on Mahalanobis
distance values. Additionally, MANOVA assumes that there are linear relationships among all
pairs of dependent variables, determined by evaluating the scatterplot matrixes. Based on this it
was determined that there were linear relationships among pairs of dependent variables, all pairs
of covariates, and all dependent variable-covariate pairs in each cell in the current study. When
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these relationships are not linear, the power of the analysis is compromised. Homogeneity of
variances assumes that the dependent variables exhibit equal levels of variance across the range
of predictor variables. If the error variance is different between groups, then adding the two
together is not appropriate and will not yield an estimate of the common within-group variance.
Based on Levene’s test of equality of error variances, this assumption was met. Because some
assumptions were violated, Pilas’s Trace was used to evaluate differences in pre-service
teacher’s likelihood to seek assistance and their ratings of situation severity.
For research question 2, Chi-square analyses were used to examine the relationship
between two categorical variables (i.e., category of help sought and student race). Student race
was used as the predictor variable and category of help sought was used as the outcome variable
in each case. Participants were separated into 3 categories based on their responses: 1)
professional: individuals who chose school psychologist, school counselor, school social worker,
school administrator, teacher, or any combination, 2) non-professional: individuals who chose
friend, school nurse, mentor, previous teacher, previous faculty, significant other, “my parent”,
student’s parents, or any combination, and 3) both: individuals who chose one or more from both
categories. Post-hoc tests were not conducted due to insignificant findings.
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CHAPTER IV
RESULTS
The purpose of this study is to examine the effects of race on teacher’s perceptions of
situation severity and their likelihood to seek assistance. More specifically, the researcher
sought to examine whether or not a student’s perceived race or the participant’s race had an
impact on ratings of situation severity and likelihood to seek assistance for the identified
concern. Further, this study also sought to determine whether or not perceived student race
effected the kind of help sought by pre-service teachers. This chapter represents the results of
the data that was collected and analyzed.
Effects of Perceived Student Race (Research Question 1)
To address research question 1, the researcher conducted a MANOVA to examine
whether or not perceived student race effects pre-service teachers’ ratings of situation severity
and likelihood to seek assistance. Using Pillai’s trace, there was not a significant effect of
perceived student race on pre-service teachers’ ratings of situation severity or likelihood to seek
assistance Pillai’s Trace = .002, F (2, 175) = .148, p = .862. The calculated effect size was also
small (partial 𝜂2 = .002). These results suggest that perceived student race does little to
influence pre-service teachers’ perceptions of situation severity and likelihood to seek out
assistance. Descriptive statistics for ratings of situation severity and likelihood to seek assistance
by student race can be found in Table 4.
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Table 4
Descriptive Statistics for Overall Ratings of Situation Severity and Likelihood to Request
Assistance by Perceived Student Race
Student

N

M

SD

White

87

6.05

.55

Black

91

6.09

.50

Total

178

6.08

.52

Average Ratings of

White

87

3.52

.37

Likelihood to Seek

Black

91

3.53

.35

Assistance

Total

178

3.53

.36

Race
Average Ratings of
Situation Severity

The researcher also conducted a MANOVA to examine the effects of perceived student
race on participants’ ratings of situation severity and likelihood to seek assistance for each
vignette. Vignette 1 represents a situation in which a student with average academic ability has
difficulty in a particular subject area. Using Pillai’s trace, there was not a significant effect of
perceived student race on pre-service teachers’ ratings of situation severity and likelihood to seek
assistance for this scenario, Pillai’s Trace = 0.00, F (2, 175) = .024, p = .983, partial 𝜂2 = 0.00.
Vignette 2 depicts a student with difficulty developing peer relationships. Using Pillai’s trace,
there was not a significant effect of perceived student race on pre-service teachers’ ratings of
situation severity and likelihood to seek assistance, Pillai’s Trace = 0.01, F (2, 175) = .850, p =
.429, partial 𝜂2 = 0.01. Vignette 3 depicts a student who is slow to learn new skills. Using
Pillai’s trace, for this vignette there was no significant effect of perceived student race on preservice teachers’ ratings of situation severity and likelihood to seek assistance Pillai’s Trace =
.01, F (2, 175) = .882, p = .416, partial 𝜂2 = 0.01. The final vignette depicts a student with
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changes in normal behavior and an inability to function normally or changes in normal behavior.
Using Pillai’s trace, for this vignette there was no significant effect found of perceived student
race on pre-service teachers’ ratings of situation severity and likelihood to seek assistance
Pillai’s Trace = .012, F (2, 175) = 1.06, p = .349, partial 𝜂2 = 0.012 These results suggest that
perceived student race does little to influence pre-service teachers’ perceptions of situation
severity and likelihood to seek out assistance across scenarios. Ratings of situation severity and
likelihood to seek assistance by student race for each vignette can be found in Table 5.
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Table 5
Ratings of Situation Severity and Likelihood to Seek Assistance by Student Race for each
Vignette
Student
Race

Vignette 1
N

M

Vignette 2
N

M (SD)

Vignette 3
N

M (SD)

Vignette 4
N

(SD)
Situation

Black

91

Severity

5.64

(SD)
91

(.75)
White

87

5.63

91

to Seek

3.34

5.81

91

(.86)
87

(.88)
Likelihood Black

M

5.92

(.60)

3.35

91

(.70)
87

(.96)
91

6.56
6.41

(.75)
87

(.77)
91

(.62)

3.84

6.36
6.25
(.91)

91

(.40)

3.59
(.58)

Assistance
White

87

3.32
(.60)

87

3.34
(.66)

87

3.80
(.41)

87

3.62
(.60)

Type of Assistance (Research Question 2)
Research question 2 sought to examine whether or not race had a significant effect on
who pre-service teachers sought assistance from in each vignette. The researcher first separated
participants into three groups based on who participants chose to seek help assistance indicated
by each participant. Those who selected school psychologist, school counselor, school social
worker, school administrator, teacher, or a combination of them, were sorted into the
“professional” group. Those who chose friend, school nurse, mentor, previous teacher, previous
faculty, significant other, “my parent”, student’s parents, or a combination, were sorted into the
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“nonprofessional” group. Those who indicated they would seek assistance from members of both
the profession and non-professional group were sorted into the “both” category. A chi-square
test was then conducted for each vignette. No significant effects were found between student
race and the type of help sought by participants in either of the four presented scenarios, Χ 2 (2) =
2.62, p = .27; Χ 2 (2) = 3.62, p = .16; Χ 2 (2) = 1.96, p = .38; Χ 2 (2) = .341, p = .84. Overall,
participants were most likely to seek out assistance from both professional and nonprofessional
sources regardless of perceived student race. Based on descriptive statistics, minor differences
based on perceived student race can be observed. Although statistically insignificant, in all 4
vignettes participants were more likely to seek out professional help when the student’s race was
black. Similarly, participants were more likely to seek out nonprofessional help for white
students than black students in vignettes one through three. Descriptive statistics for type of help
sought by perceived student race are reported in Table 8.
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Table 6
Type of Help Sought by Student Race for each Vignette
Student Race
White

Black

Vignette #

Type of Help Sought (%)
Professional

Non-Professional Both

Vignette 1

13.6%

4.5 %

81.8%

Vignette 2

11.4%

2.3%

86.4%

Vignette 3

6.8%

3.4%

89.8%

Vignette 4

11.4%

1.1%

87.5%

Vignette 1

18.7%

1.1%

80.2%

Vignette 2

22.0%

2.2%

75.8%

Vignette 3

11.0%

1.1%

87.9%

Vignette 4

14.3%

1.1%

84.6%
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CHAPTER V
DISCUSSION
Educational research points to multiple sources of bias in education. Bias impacts which
students are referred for special education services, how students are treated in the classroom,
teacher expectations, and even contributes to the racial/ethnic achievement and discipline gaps
(Tenebaum & Ruck, 2007; Warikoo, et al., 2016). Further, inequities in education have been
found to be directly linked to racial inequalities in adulthood including employment,
incarceration, and health (Morris & Perry, 2016).
There has not, however, been a significant amount of research devoted to exploring how
individual bias effects the school consultation process, more specifically how it effects
consultation referrals. Educators are spending increasing amounts of time studying and engaging
in effective school consultation (Fagan & Wise, 2000; Erchul & Sheridan, 2008). Because of
this, it is critical that research begins to evaluate the consultation process, particularly as it relates
to serving multicultural students given the increasing ethnic variability of the U.S. public school
population compared to the largely White female teaching population. Thus, the purpose of this
study was to fill this gap in the school consultation literature by answering the following research
questions:
Research Question #1: Do pre-service teachers’ likelihood of seeking assistance and
perception of situation severity vary based on perceived student race?
Research Question #2: Are pre-service teachers more likely to see out professional or
non-professional help based on the student’s race?
Examining differences in help seeking behavior may help to further explain the role that
bias plays in the disproportionality of students referred for special education services.
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Additionally, results could have implications for graduate training in consultation and point out
the need for additional training in multicultural consultation and culturally responsive classroom
practices. This chapter will review the findings of this study by answering the research
questions, present implications that can be concluded from the results, discuss the limitations of
this study, and finally, provide recommendations for future research investigating this topic.
Overview of Findings
Effect of Perceived Student Race
The purpose of this study was to examine ways in which race or ethnicity might affect
help seeking behavior of pre-service teachers. The researcher first examined the effects of the
perceived raced of a student on pre-service teachers’ ratings of situation severity and their
likelihood to seek out assistance based on four presenting scenarios/vignettes. Overall,
participants did not differ greatly in their average ratings of situation severity or likelihood to
seek assistance regardless of the perceived race of the student in the vignettes received. This
result persisted when examining differences in each individual vignette, suggesting that
perceived student race does little to influence pre-service teachers’ perceptions of situation
severity or their likelihood to seek assistance. These results were contradictory to the
researcher’s hypothesis. This result was also a contrast to previous research in educational bias
that suggests teachers have differing expectations of White and Black students and interpret their
behavior differently (Downey & Pribesh, 2004; Warikoo et. al., 2016). These results might be
explained by the fact that participants were pre-service teachers, as previous studies have been
conducted with practicing teachers.
When evaluating vignettes individually, the researcher found no significant differences in
likelihood to seek assistance or ratings of situation severity based on perceived student race in
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either of the 4 scenarios (average academic ability with difficulty in a particular subject area,
difficulty developing peer relationships, slow to learn new skills, and inability to function
normally or changes in normal behavior). These results suggest that perceived student race did
not affect help seeking behavior for participants regardless of the observed problematic behavior.
Type of Assistance Sought
The final purpose of this study was to examine differences in the type of assistance
sought based on perceived student race. The researcher evaluated whether or not participants
would seek professional help, nonprofessional help, or both. Participants were classified into the
“professional” group if only professional help was sought. If only nonprofessional help was
sought, the participant was classified into the “nonprofessional” group. Those that chose options
from both the professional and unprofessional category were put into the “both” category.
Results indicated that there was not a significant difference in the type of help sought based on
the perceived student race in any of the four vignettes. Overall, participants were most likely to
seek out a combination of professional and nonprofessional help regardless of the perceived race
of the student.

Additionally, in all 4 vignettes participants were more likely to seek out

professional help when the student’s race was black. Similarly, participants were more likely to
seek out nonprofessional help for white students than black students in vignettes one through
three. While these findings were insignificant, they still provide an interesting picture of preservice teacher help seeking behavior. Previous research indicates that pre-service teachers are
most likely to seek out help from professional sources such a cooperating teacher or their
university supervisor (Huling-Austin et al,. 1986; Friebus, 1977; Hsu, 2005). Results of the
current study indicated that participants were extremely likely to request help from a variety of
sources, suggesting that help seeking behavior for pre-service teachers may be evolving.
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Additional research is needed to further evaluate whether or not teacher’s help seeking behavior
is in fact changing and what might be leading to some of those changes.
Implications
Although the results of the current study are just a brief examination of a complex topic,
there are some noteworthy implications that can be drawn. Overall, results of this study provide
descriptive information in regard to help seeking patterns of pre-service teachers. The lack of
significant difference in ratings of situation severity or likelihood to seek assistance based on
perceived student race could suggest that incoming teachers may be becoming increasingly better
informed on culturally competent teaching practices and the importance of examining one’s own
implicit bias when making decisions. Another plausible explanation is that teachers develop
greater bias in decision making with time. The social cognition approach to stereotypes views
social stereotypes as special cases of cognitive schemas or theories. This approach presents
stereotypes as generalizations that allow an individual to save cognitive resources and make
decisions quickly (Schneider, Hastorf, and Ellsworth, 1979). Burnout related to the stress and
demand of teaching may make individuals more susceptible to social stereotypes, and therefore
more likely to allow bias to effect decision making. Pre-service teachers have not yet been
exposed to the daily stressors and expectations that come with being responsible for a classroom
of students.
Another important implication comes from the findings related to the type of help sought
by participants. While one might assume that it would be in the student’s best interest for a
teacher to seek out help from current professionals such as school psychologists, nonprofessionals may still have valuable input. For instance, some participants indicated that they
would consult the students’ parent/guardian or the student himself. While the student and their
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parents may not be experts in teaching or child development, they can provide needed insight
and context for behaviors observed in the classroom. Parents can also provide cultural context
related to behaviors that may be otherwise misinterpreted. The overwhelming likelihood of
participants in the current study to rely on multiple forms of assistance could be interpreted as
thoughtfulness and resourcefulness in managing classroom situations.
Implications for the Field of School Psychology
While the current study did not find significant bias in the help seeking behaviors of preservice teachers, it does illustrate how help seeking and consultation behaviors can be evaluated
through research to help provide insight for school consultants. School psychologists often serve
as consultants in school settings. In order for practitioners of school psychology to be more
effective consultants, it is necessary to understand the help seeking behaviors of the individuals
that they serve. This allows school psychologists to appropriately target or intervene upon any
inappropriate or detrimental teaching or help seeking practices and to further reinforce
appropriate help seeking behaviors. Because school psychologists are often in positions within
schools to provide professional development to teachers and staff, they could provide direct
instruction on decision making in regard to help seeking.
Currently, Ingraham’s model of multicultural consultation has not been widely applied or
studied. Future research should seek to evaluate its effectiveness in order to develop a model
that is most likely to benefit both the consultee and the client/student within a consultation
relationship. Additionally, the field of school psychology may benefit from the development of
specific multicultural school consultation competencies. This would allow for school
psychologists and school psychology graduate programs to determine the most important steps or
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processes within a multicultural school consultation framework. It would also allow for more
formal assessment of skills.
Based on previous research that shows overwhelmingly that student outcomes differ based
race/ethnicity, an argument can still be made for the utility of more training in multicultural
approaches to consultation for those who serve as consultants in the schools (i.e. school
psychologists). The multicultural model of school consultation encourages participants to
understand one’s own culture, understand the impact of one’s own culture on others, respect and
value other cultures, and to understand individual differences within cultural groups (Ingraham,
2000). If more individuals within schools are trained in this model, it may positively impact the
racial disparities within education.
Limitations
While the current study addresses gaps in the consultation literature and could provide
useful insight related to teacher help seeking, it is not without limitations. One threat to internal
validity is the use of perceived instead of actual race as the independent variable. While
explicitly stating the race of the child would’ve increased threat to internal validity, the study
could have been improved by the addition of a “control” condition in which the child’s race was
not indicated. This would allow for a clearer comparison of how ratings based on perceived race
deviate from a control group and notes an area for future investigation.
In regard to external validity, there is a concern that these findings might not generalize
to real life classroom situations. Participants were only given a paragraph of information before
being asked to make a decision about a hypothetical student. In an actual classroom, teachers
have access to more knowledge about the student’s background. They might also have
additional context for behavior that would certainly influence decisions about help seeking.
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Results do, however, correlate with research conducted with practicing teachers suggesting bias
in special education referrals and office discipline referrals. This suggest generalizability of the
results to real life classroom scenarios with practicing students.
It is also worth noting that nearly 50% of analyzed data were from participants who had
completed surveys after the murder of George Floyd on May 25, 2020 (Hill et. al, 2020). George
Floyd’s death resulted in tremendous media attention, sparked protests and demonstrations
worldwide, and brought already existing racial tensions to light. This even may have had an
effect on participants ratings. While it is difficult to say what kind of impact it had on participant
responses, it does introduce an additional variable that is notable. For example, perhaps our
participants felt the need to seek consultation for a student who they perceived as Black in order
to begin the process of support for the student, rather than punitive measures and disciplinary
action.
Future Directions
This investigation only included male students in each vignette to control for gender;
however, future research should seek to evaluate the relationship between race, gender, and help
seeking behavior. While Green and colleagues (2008) evaluated the effects of gender, race was
not introduced as a variable. Researchers found that teachers did not vary in their decisions
about seeking assistance based on student gender. They did, however, find that female teachers
rated situations as more severe than male colleagues. Relatedly, the current study also lacked
participants who are diverse, although this is a concern for the global teaching profession, with
the majority of K-12 educators being White (U.S. Department of Education, 2016). Future
investigations should seek to increase participation from persons of color to allow for an
evaluation of help seeking behavior based on participant race. Additionally, as alluded to in the
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limitation section of the current study, future research would benefit from the addition of a
control group for more meaningful comparisons based on student race.
The current study did not find a significant difference in ratings of situation severity or
likelihood to seek assistance based on student race, contradicting previous research done with
practicing teachers that indicate racial bias in perceptions of student behavior. Future research
should seek to understand how level of experience for educators contributes to differences in
help seeking behavior. This could be done by conducting a similar study with both pre-service
and current teachers. This would give insight into whether or not stress and burnout that comes
with years of teaching are potential salient factors that influence bias in help seeking behavior.
The researcher’s goal for evaluating pre-service instead of practicing teachers was to
target prevention efforts; however, it appears that pre-service teachers may be less likely to
engage in help seeking bias. Future research is needed to determine whether or not practicing
teachers are more likely to engage in racial bias in help seeking, or if bias has little to do with
help seeking behavior of teachers. If racial bias is absent in both practicing and pre-service
teachers help seeking behaviors, this would indicate that there are likely other factors
contributing more significantly to the disproportionately negative outcomes for minority
students’ schools.
Summary
The purpose of the present study was to examine the effects of race on pre-service
teachers help seeking behavior. Ratings of situation severity and likelihood to seek assistance
were analyzed. The researcher also collected information about who participants would seek
assistance from. Results from this study indicated no significant differences in participants’
ratings of likelihood to seek assistance or ratings of situation severity based on student or
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participant race. Results also suggest that pre-service teachers were significantly more likely to
seek out both professional and nonprofessional help.
Overall, these results add to the scarcity of research related to predictors of student
referrals to consultation teams. This information can be used to target outreach, training, and
support (using a consultation approach) to ensure all students have equal access to prevention
and intervention efforts. These results also add to the literature on bias in education. It is
extremely important that research continues to examine the variables that directly contribute to
ethnic stratification in education. This understanding will be key to overcoming
disproportionality in school discipline and special education referrals. Greater understanding of
bias in education is also key in understanding and combatting the broader problem of the school
to prison pipeline. A problem that disproportionality effects students of color and those with
disabilities.
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APPENDIX A
DEMOGRAPHIC SURVEY

64

1. Gender (Check one):

____Male

____Female

2. Race/Ethnicity (Check one):

___ White/European American

___ Black/African American (non-Hispanic)

___ Hispanic/Latino(a)

___ Asian American/Pacific Islander

___ Native American

___ Multiracial

___ Other (Please Specify)

3. Current Classification:

___ Freshman

___Sophomore

___ Senior

___ Graduate Student

4. What university do you attend?
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___ Junior

APPENDIX B
VIGNETTES: PERCEIVED WHITE NAMES
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Average Academic Ability with Difficulty in A Particular Subject Area
Jake is struggling in one particular subject area. He earns average grades with the exception of
this subject area. Jake’s parent/guardian says that Jake who used to enjoy school, complains that
he is ‘‘not smart like the other kids’’ because he cannot grasp the subject matter in this area.
Multiple strategies have been attempted including peer tutoring and extra assistance before
school with no significant results.

Difficulty Developing Peer Relationships
Conner appears to spend a lot of time alone. Other teachers have noticed that Conner is often by
himself at lunch and does not interact with others. Conner’s parent/guardian has asked you why
the other kids do not include his/her child in activities. Attempts have been made to encourage
Conner to interact with other children both inside and outside the classroom. Conner has joined
after school activities but consistently drops out after a week of participation.

Slow to Learn New Skills
Tanner is slow to learn new skills. Tanner’s parent/ guardian says that Tanner has had some
difficulty in the past, however, this year Tanner’s difficulties in learning new skills are much
more evident than before. He/she is concerned that his/her child will continue to fall behind her
classmates and is upset that his/her child is having difficulty. Multiple attempts have been made
to catch Tanner up to peers in learning these new skills, but no techniques have led to any
progress. These skills are crucial building blocks academically and need to be grasped before
Tanner can move on to new material.
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Inability to Function Normally or Changes in Normal Behavior
For the first three months of the year, Wyatt was a ‘‘typical’’ student in many ways. Over the last
month, you have observed noticeable changes in his behavior and he now appears unable to
function normally in the classroom. You have attempted to determine the source of this change,
but so far have been unsuccessful. Previous teachers did not note any changes in Tanner’s
behavior and information has been difficult to obtain.
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APPENDIX C
VIGNETTES: PERCEIVED BLACK NAMES
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Average Academic Ability with Difficulty in A Particular Subject Area
DeShawn is struggling in one particular subject area. He earns average grades with the
exception of this subject area. DeShawn’s parent/guardian says that DeShawn who used to enjoy
school, complains that he is ‘‘not smart like the other kids’’ because he cannot grasp the subject
matter in this area. Multiple strategies have been attempted including peer tutoring and extra
assistance before school with no significant results.

Difficulty Developing Peer Relationships
DeAndre appears to spend a lot of time alone. Other teachers have noticed that DeAndre is often
by himself at lunch and does not interact with others. DeAndre’s parent/guardian has asked you
why the other kids do not include his/her child in activities. Attempts have been made to
encourage DeAndre to interact with other children both inside and outside the classroom.
DeAndre has joined after school activities but consistently drops out after a week of
participation.

Slow to Learn New Skills
Marquis is slow to learn new skills. Marquis’s parent/guardian says that Marquis has had some
difficulty in the past, however, this year Marquis’s difficulties in learning new skills are much
more evident than before. He/she is concerned that his/her child will continue to fall behind her
classmates and is upset that his/her child is having difficulty. Multiple attempts have been made
to catch Marquis up to peers in learning these new skills, but no techniques have led to any
progress. These skills are crucial building blocks academically and need to be grasped before
Marquis can move on to new material.
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Inability to Function Normally or Changes in Normal Behavior
For the first three months of the year, Darnell was a ‘‘typical’’ student in many ways. Over the
last month, you have observed noticeable changes in his behavior and he now appears unable to
function normally in the classroom. You have attempted to determine the source of this change,
but so far have been unsuccessful. Previous teachers did not note any changes in Darnell’s
behavior and information has been difficult to obtain.
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APPENDIX D
SURVEY
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Average Academic Ability with Difficulty in A Particular Subject Area

XXXX is struggling in one particular subject area. He/she earns average grades with the
exception of this subject area. XXXX’s parent/guardian says that XXXX who used to enjoy
school, complains that he/she is ‘‘not smart like the other kids’’ because he/she cannot grasp the
subject matter in this area. Multiple strategies have been attempted including peer tutoring and
extra assistance before school with no significant results.

Rate the severity of the situation presented (circle):

1

2

3

4

5

6

7

8

No concern

9

10
Extreme concern

Rate your likelihood of seeking assistance for the situation presented (circle):

1

2

3

Very unlikely

4
Very Likely

From whom would you likely seek assistance (check all that apply)?
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___ School psychologist

___ School Counselor

___ School social worker

___ School social worker

___ School administrator

___ Teachers

___ Friend

___ Nurse

___Mentor

___ Previous Teacher

___ Previous Faculty Member

___ Significant other

___ My parent

___ Student’s Parent/guardian

___ “Other” _____________

Difficulty Developing Peer Relationships

XXXX appears to spend a lot of time alone. Other teachers have noticed that XXXX is often by
himself/herself at lunch and does not interact with others. XXXX’s parent/guardian has asked
you why the other kids do not include his/her child in activities. Attempts have been made to
encourage XXXX to interact with other children both inside and outside the classroom. XXXX
has joined after school activities but consistently drops out after a week of participation.

Rate the severity of the situation presented (circle):

1

2

3

4

5

6
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7

8

9

10

No concern

Extreme concern

Rate your likelihood of seeking assistance for the situation presented (circle):

1

2

3

Very unlikely

4
Very Likely

From whom would you likely seek assistance (check all that apply)?

___ School psychologist

___ School Counselor

___ School social worker

___ School social worker

___ School administrator

___ Teachers

___ Friend

___ Nurse

___Mentor

___ Previous Teacher

___ Previous Faculty Member

___ Significant other

___ My parent

___ Student’s Parent/guardian

___ “Other” _____________
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Slow to Learn New Skills

XXXX is slow to learn new skills. XXXX’s parent/ guardian says that XXXX has had some
difficulty in the past, however, this year XXXX’s difficulties in learning new skills are much
more evident than before. She is concerned that her child will continue to fall behind his/her
classmates and is upset that her child is having difficulty. Multiple attempts have been made to
catch XXXX up to peers in learning these new skills, but no techniques have led to any progress.
These skills are crucial building blocks academically and need to be grasped before XXXX can
move on to new material.

Rate the severity of the situation presented (circle):

1

2

3

4

5

6

7

8

No concern

9

10
Extreme concern

Rate your likelihood of seeking assistance for the situation presented (circle):

1

2

3

Very unlikely

4
Very Likely
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From whom would you likely seek assistance (check all that apply)?

___ School psychologist

___ School Counselor

___ School social worker

___ School social worker

___ School administrator

___ Teachers

___ Friend

___ Nurse

___Mentor

___ Previous Teacher

___ Previous Faculty Member

___ Significant other

___ My parent

___ Student’s Parent/guardian

___ “Other” _____________

Inability to Function Normally or Changes in Normal Behavior

For the first three months of the year, XXXX was a ‘‘typical’’ student in many ways. Over the
last month, you have observed noticeable changes in her/his behavior and s/he now appears
unable to function normally in the classroom. You have attempted to determine the source of this
change, but so far have been unsuccessful. Previous teachers did not note any changes in
XXXX’s behavior and information has been difficult to obtain.
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Rate the severity of the situation presented (circle):

1

2

3

4

5

6

7

8

9

No concern

10
Extreme concern

Rate your likelihood of seeking assistance for the situation presented (circle):

1

2

3

Very unlikely

4
Very Likely

From whom would you likely seek assistance (check all that apply)?

___ School psychologist

___ School Counselor

___ School social worker

___ School social worker

___ School administrator

___ Teachers

___ Friend

___ Nurse

___Mentor

___ Previous Teacher

___ Previous Faculty Member

___ My parent

___ Student’s Parent/guardian
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___ Significant other

___ “Other” ____________
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